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CHAPTER ONE 
 
 
 
INTRODUCTION 
 
 
 
Early childhood researchers, parents and teachers all agree that reading with young 
children can prepare them for school (Huebner & Payne, 2010; Carter, Chard, & Pool, 2009; 
Cunningham, 2010).  Honig and Shin (2001) suggest that a powerful way to enhance early 
language development with infants and children is to read with them.  Language and literacy 
skills are an essential component of the developing child and mastery of these skills allows him 
or her to interact in a meaningful way with other people in his environment.  The quality and 
quantity of the interactions children have, both at home and in the world around them have an 
impact on how successful a child will be in school (Carter, Chard, & Pool, 2009).  Research has 
shown that “well-selected and appropriately shared books serve as an effective vehicle for 
helping children connect speech and print to the features and characteristics of words” (Zeece, 
2010, p. 346).  Shared book reading experiences are “related to outcome measures such as 
language growth, emergent literacy and reading achievement” (Bus, van Ijzendoorn, & 
Pelligrini, 1995, p. 15).  Lawhon and Cobb (2002) suggest that “looking at pictures, hearing 
stories and being read to encourage the desire to read” (p. 116). 
 Due to the importance of shared reading, I chose to focus my Senior Project on 
improving an existing resource for teachers of children ranging in age from infancy to 
kindergarten.  Specifically, I chose to promote use of the library at The Orfalea and ASI 
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Children’s Center by taking a careful look at its organization and improving the system.  As a 
staff member at this center, I was familiar with the haphazard filing method used to organize the 
vast array of books in the library.  I also knew that teacher frustration was high, and the success 
rate of finding desired books was low.  The library at The Orfalea and ASI Children’s Center 
located in San Luis Obispo, CA, is an extensive library with close to 3000 children’s books 
available.  The books range from board books to “big books” (oversized).  Picture books, from 
the classic Where the Wild Things Are by Maurice Sendak to Mo Willems newest book, Knuffle 
Bunny Free are available for teachers to use in curriculum planning.  Other choices include non-
fiction concept books investigating a wide range of subjects and books about food, holidays and 
cultural celebrations. 
Although the Children’s Center library was rich in the abundance of books contained 
within, it ranked low in functionality. 
 The books do not enhance curriculum or stimulate learning when they sit on the shelf 
gathering dust because the teachers were too frustrated to spend more than two minutes in the 
library looking for the book they had in mind.  The goal of my Senior Project was to make the 
library more accessible and user-friendly by reorganizing, revitalizing, and reclassifying the 
books available. 
 First, I reorganized the books by adding some addition search parameters to the digital 
database.  I also purged worn books and relocated all the books to the same location.  Next, I 
engaged in several phases of work, including assessing the color-coding system used to identify 
book types, refining the alphabetizing approach, updating the digital database, and creating 
thematic groupings for concept books.  Finally, I added some additional categories to the digital 
database to increase the success rate of finding the desired book on a specific topic.  I also 
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handed out surveys to the teachers that asked questions about what drew them to children’s 
books, what some of their favorite children’s books were and recommendations for future 
improvements to the library. 
 Limitations to my Senior Project included the small sample size of the teachers that 
responded to the survey.  In addition, the new categories for finding books on a particular subject 
and the updated digital database are too new to determine if they will be helpful tools for 
teachers searching for book titles they have in mind. 
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CHAPTER 2 
 
 
 
LITERATURE REVIEW 
 
 
 
Literacy does not begin once a child enters the public school system.  Instead, it is an 
ongoing process that begins in infancy and continues throughout life.  The National Association 
for the Education of Young Children (NAEYC) has issued a position statement that outlines their 
commitment to helping all children become literate.  “NAEYC believes that achieving high 
standards of literacy for every child in the United States is a shared responsibility of schools, 
early childhood programs, families, and communities” (NAEYC, 1998, p. 38).  Research 
suggests children take their first literary steps early in life and that the time from birth to 
kindergarten is a critical period for emergent literacy development (Elliot & Olliff, 2008; 
NAEYC, 1998; Strommen & Mates, 1997).  “It has become increasingly clear that a wide variety 
of early language and literacy experience is most conducive to acquisition of reading” 
(Strommen & Mates, 1997, p. 99).  Emergent literacy is described as acquiring literacy on a 
developmental continuum that begins in early childhood and continues throughout it (Whitehurst 
& Lonigan, 1998; Cunningham, Zibulsky, & Callahan, 2009; Wasik & Bond, 2001).  According 
to Michalowitz (1993), “Literacy in the written language doesn’t mean only knowing to read and 
write.  Rather, first and foremost, it means understanding the uses of the written language” (p. 
16). 
 Making up stories, recognizing letters of the alphabet and labeling items are some 
examples of emergent literacy.  “Literature-rich interactions provide strategies that help 
emergent readers to develop knowledge about print, including the production and recognition of 
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letters, and generate familiarity with the basic purposes and mechanisms of reading” (Zeece, 
2010, p. 345).  For example, discussion of environmental print such as reading signs and labeling 
items in the classroom is one way that adults expose children to the meaningfulness of printed 
language (Elliott & Olliff, 2008; Neuman, 2004). Print-rich environments help to communicate 
to children in a natural way the importance of literacy as an integral daily activity (Neuman, 
2004).  Another approach is to provide children with opportunities to explore, both on their own 
and in the context of shared book reading with peers and adults (Lawhon & Cobb, 2002).  
“Listening to storybooks may enhance vocabulary acquisition for children who cannot yet read” 
(Senechal, LeFevre, Hudson, & Lawson, 1996, p. 520).  The following sections explore how 
adults can use books to promote emergent literacy.  Specifically, adults typically introduce 
children to literacy in infancy with the use of board books.  As children’s brains mature, they are 
able to engage in reading books that are more complex.  Preschool children become capable of 
participating in extended literacy experiences such as dialogic reading. 
Developmental Approaches to Engaging Children with Books 
Supporting Literacy Development in Infants and Toddlers 
The most common way literacy is first introduced to children is in the form of picture 
board books (Hepburn, Egan & Flynn, 2010; Horning, 1997).  These books are made of sturdy 
cardboard, designed to withstand being chewed on by infants.  Young children explore their 
world by placing items in their mouth and by manipulating objects.  Books are no exception and 
the wise parent or teacher provides many board books for infants and toddlers to carry around 
and teethe on.  Infants and toddlers prefer brightly colored iconic images instead of muted 
illustrations (Nespeca, 1999).  Research suggests that infants’ brains are not mature enough to 
fully grasp the idea of an illustration representing a real item; therefore, highly iconic images 
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such as photographs are easier to assimilate than less iconic images such as line drawings 
(Simcock & DeLoache, 2006).  Toddlers learn to generalize images in picture books to objects in 
the real world, and the greater the iconicity or realism of the image, the greater the learning 
(Tare, Chiong, Ganea, & DeLoache, 2010; Ganea, Pickard, & DeLoache, 2008).  
Reading to infants is usually characterized by naming objects in pictures rather than 
reading a story (Honig & Shin, 2010; Simcock & DeLoache, 2006).  By the age of 18 months, 
many adults begin to read stories to children, instead of simply labeling objects (Honig & Shin, 
2010).  Research conducted by Honig and Shin (2010) revealed that teachers read to toddlers 
more frequently than to infants, since toddlers are capable of initiating book reading with a 
teacher, whereas reading to infants is usually teacher initiated.  Although teachers read more 
often to toddlers, there was no significant difference in the length of time teachers spent reading 
to either infants or toddlers.  When teachers did read books to infants or toddlers, the books were 
mostly read on a one-to-one basis instead of a group setting (Honig & Shin, 2010).  
Supporting Literacy Development in Preschoolers 
There is limited research about what makes a book aesthetically pleasing to children, but 
most research suggests familiarity is an important component (House & Rule, 2005).  “When 
engaged in decision–making, young children compare the current experience to familiar 
schemata.  Early exposure to positive influences and aesthetic experiences affect a child’s 
interpretation and acceptance of the world constructively.  Because the development of literacy 
skills is crucial to a child’s academic performance and future life choices, early book experiences 
need to incorporate pictures that appeal to children” (House & Rule, 2005, p. 283).   
Marshall (1975) explored children’s reactions to five Caldecott Medal books; the 
Caldecott Medal is awarded for artistic merit.  Marshall’s initial findings indicated most of the 
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children were not interested in the five books in a shared book-reading context, perhaps because 
the text was too sophisticated to hold their interest.  However, Marshall observed that when the 
children were allowed to explore the book on their own and look at the illustrations at length, 
they seemed to enjoy the book more and some of them made up their own stories to go with the 
illustrations that were often a departure from the original story. 
In an effort to further understand the criteria preschoolers choose when evaluating the 
aesthetic appeal of a book, House and Rule (2005) investigated children’s ratings of pictures of 
bears represented in picture books.  Five categories of bears were included: teddy bears, bears in 
action, three bears in one picture, photos of real bears, and bears with teeth and claws.  Each 
series had five pictures that were shown to every child participating in the study.  In each set, the 
child chose the picture he or she thought was the most beautiful and this picture was set aside.  
This process continued until all five pictures were ranked, and the process was repeated for each 
set.  The final set was composed of the first ranked picture from each set.  For the purpose of this 
study, the term beautiful was not defined.  The most frequent criterion for selecting a picture as 
beautiful was familiarity, with either the object or the setting, such as a chair, an animal or a 
book.  Some children thought the bears resembled their parents; therefore, they labeled them as 
beautiful.  If the child failed to recognize an object in the picture, for example, blades on a 
windmill, they reinterpreted the item to something they did understand, a pair of scissors.  Action 
and color were also chosen often.  Just as adults appreciate color, preschoolers were drawn to 
pictures that were aesthetically pleasing.  House and Rule suggested that since preschoolers are 
attracted to what is familiar, parents and teachers should allow children to look at the images in a 
book and talk about them before and after the story is read.  “This supports their understanding 
of the illustrations, their comprehension of the story as it is read, and their recall of story events” 
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(House & Rule, 2005, p. 290).  “Piaget, in Memory and Intelligence (2), suggests that memory is 
influenced by the child’s experiences” (Piaget, as cited by Marshall, 1975, pg. 483) and what a 
child remembers is likely what the child understands.  He or she might depart from the original 
story in the retelling to fit his or her understanding of the story (Marshall, 1975).  Marshall 
(1975) suggests giving children multiple opportunities to explore sophisticated books as they 
may stretch the cognitive capabilities with each encounter. 
Shared Book Reading Approaches 
Zone of Proximal Development 
Vygotsky’s (1978) theory of the zone of proximal development (ZPD) is a strategy that 
can be used to support emergent literacy.  ZPD is generally defined as the interactions between 
an adult and child that help the child reach a mastery of a task or concept he was unable to grasp 
on his own.  ZPD is two-fold.  First, it provides immediate results and second, it lays the 
foundation for independent problem solving in the future (Vygotsky, 1978 as cited in Zeece, 
2010).  Scaffolding is a notion that supports ZPD and there are two types of scaffolding 
strategies, low-level and high-level.  Low-level strategies would be appropriate to use with 
children who need minimal adult support to reach the next level.  Examples of this are 
generalizing, reasoning and predicting.  Children requiring more support from adults benefit 
from high-level scaffolding strategies.  Examples of this type of support is reducing choices, 
eliciting responses and co-participating (Pentimonti & Justice, 2010). 
Dialogic Reading 
One way to bolster preschool children’s emergent literacy skills that can potentially 
utilize both high and low-level scaffolding strategies is to use the well-established method of 
Dialogic Reading (DR).  Dialogic reading uses a series of standardized prompts intended to 
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extend and deepen the reading experience.  One of the procedures of DR is known by the 
acronym, CROWD.  Completion questions, recall questions, open-ended questions, who, what 
where questions and distancing are the prompts of CROWD (Morgan & Meier, 2008; Whitehurst 
& Lonigan, 1998).  Dialogic reading is intended to be a give and take between the teacher (or 
parent) and the child. 
Typically, a book is read in a small group setting, and the book is read frequently.  The teacher 
stops periodically to ask questions and waits for a response from the child or children.  If an 
incorrect answer is given, the teacher helps the child find the correct answer by review and 
recall.  The Very Hungry Caterpillar by Eric Carle is a well-known story that can be visualized 
while walking through the steps of CROWD.  As the teacher reads, she might not complete the 
sentence, “On Tuesday, he ate through two…” and wait for the children to look at the picture and 
provide the answer of, “pears” (completion question).  After she finishes reading about five 
oranges on Friday, she might stop and ask what the caterpillar ate on Monday (recall question).  
After the long list of items the caterpillar ate on Saturday, she might ask for suggestions of what 
else the caterpillar could have eaten (open-ended question).  When the caterpillar builds a 
cocoon, the teacher might ask where the caterpillar went (who, what, where question).  Finally, 
at the end of the story when the caterpillar has been transformed into a beautiful butterfly, the 
teacher could invite the children to make up various adventures for the butterfly (distancing).  
“Dialogic reading is considered an evidence-based emergent literacy intervention, in part 
because it consistently improves children’s oral vocabulary skills” (Morgan & Meier, 2008, pg. 
15). 
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CHAPTER THREE 
 
 
 
METHODOLOGY 
 
 
 
 The library at The Orfalea and ASI Children’s Center is an extensive library that teachers 
can utilize to select books from around 3000 titles.  However, the limited and haphazard method 
of filing the library books rendered the library almost useless.  For my Senior Project I created a 
new classification system, reorganized the library and updated the database.  In addition, I 
surveyed the teachers as to what some of their favorite books were, what draws them to a book, 
and asked for some future recommendations. 
History of Project 
 
 I began working at The Orfalea and ASI Children’s Center as a Teacher in 2002.  I can 
remember my frustration every time I would look for a book in our library.  The library was 
poorly organized, with a confusing labeling system.  As a result, I spent far too long searching 
for books.  Many times, I just changed my curriculum to reflect whatever book I did manage to 
stumble across, rather than pursue the particular book I originally wrote in my curriculum plan.  
Most of the other teachers voiced their frustrations with the in-house library system as well.  
However, with almost 3000 books in our library, no one had the time to do anything about the 
situation, except complain. 
 In 2006, I had a lateral job change and I became the on-site substitute teacher.  With this 
job change came a small amount of time when I was not needed in the classroom.  It occurred to 
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me that a good use of my free time would be to begin working on improving the library.  I 
approached our Associate Director with my idea and she agreed it would be a valuable activity.  
The first thing I tackled was cleaning out the books, throwing away some that were beyond 
repair and donating some of the books to Goodwill.  Some of the books that had a little bit of life 
left in them became outdoor books.  In such cases, I removed the title from the inventory so that 
when the book became too worn to be useful, it could just be thrown away. 
 The next item on my agenda was to think of a cataloging system that was more user-
friendly.  At the time, all of the books were filed by the first two letters of the title.  In addition, 
colored tape was on the spine of the books to indicate a particular category.  The tape color and 
corresponding category were as follows: red–picture books; yellow-concept books (mostly non-
fiction); blue-emotions and feelings; dark green-holidays; purple-multicultural; white-teacher 
books; orange-teacher resource books and light blue-food books.  Teacher books are 
characterized as usually being a hardback book that is suitable for use during group time.  A 
teacher book might also address a difficult subject such as divorce.  The teacher books are not 
placed on the child-accessible bookshelves in the classroom.  Teacher resource books are 
characterized as books that enhance teacher professional growth and development.  Pedagogical 
books, child development books and books with ideas for curriculum are found in this section.  
The board books were also categorized with red and yellow tape, but the pattern seemed to be 
more random than picture books (red) and concept books (yellow).  As I was thinking about a 
better cataloging system, I began to formulate a plan to get all the books located in one room.  At 
the time, the food books were located on a high shelf in the kitchen, the board books were 
located in the conference room, the teacher books were located in the art storage room and the 
rest of the books were located in a back office.  The feelings and emotion books, the 
 14 
multicultural books and the holiday books were all located on a bottom shelf below the extensive 
amount of yellow concept books.  
 Again, I approached our Associate Director with a request to purchase two large 
bookcases.  I convinced her that one of the first steps to making the library more teacher-friendly 
and usable was to get all the books in the same room.  She agreed, the bookcases were purchased 
and I began the slow process of moving all the books to the conference room. 
The Library Organization Process 
 With all of the books now located in the same room, it was time to take on the daunting 
task of reclassifying and relabeling the books.  To do so, I engaged in several phases of work, 
including revisiting the color-coding, refining the alphabetizing approach, updating the digital 
database, and creating thematic groupings for concept books.   
Revisiting the color-coding  
As a first step in improving the function of the library, I reassessed the existing color-
coded categories used to identify book types.  First, I combined all of the board books and placed 
yellow tape on their spine, along with the letter “B”, indicating that it was a board book (See 
Appendix A).  I retained the alphabetizing system of using the first two letters of the title.  Next, 
I eliminated the two categories of “feelings/emotions” and “multicultural” because the books in 
this section were primarily picture books, yet were so far separated from the rest of the picture 
books that they were often forgotten or overlooked.  As a result, I incorporated all of those books 
into the red-taped picture books.  I changed the teacher resource books from orange to purple, 
when I discovered a stash of oversized books that were also coded using orange tape.  The “big 
books” remained with the orange tape, and I made room for them in one of the new bookcases.  
The teacher books and the food books retained their tape color of white and light blue, 
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respectively.  Already, the reconfiguring of the color-coded labels brought more coherencies into 
the library system.  However, there was another major problem to tackle and this one took some 
thoughtful reflecting to come up with a strategy that would work. 
Refining the alphabetizing approach  
My experiences using the library revealed that the system of alphabetizing all of the red-
taped picture books by the first two letters of the title was a very inconsistent method of locating 
books.  As an example, a teacher looking for a Curious George book would likely be successful 
as almost every title in the Curious George series begins with “Curious George”.  In contrast, a 
teacher looking for a collection of Eric Carle books in the library would have less immediate 
success.  Eric Carle is a prolific illustrator and writer with over seventy books published; most 
teachers at our center, me included, would be unable to name all of these books off the top of our 
heads.  Among the Eric Carle titles available in our library are A House for Hermit Crab and The 
Grouchy Ladybug and Mr. Seahorse and Today is Monday and the Very Hungry Caterpillar.  In 
reevaluating the library system, I challenged myself to come up with an easier method for 
finding books other than flipping through hundreds of books to find specific titles or authors.  I 
decided to pursue the idea of grouping all the books by prolific, well-known writers together 
when their name occurred in the alphabet.  Most of the books would continue to be alphabetized 
by the first two letters of the title, for example, Abiyoyo (AB), and Bark, George (BA), but when 
you came to an author like Eric Carle, all books written by him would be cataloged (Carle) (See 
Appendix B).  Alphabetizing of the books would continue by the first two letters of the title, until 
you came to another prolific author such as Ezra Jack Keats.  Here, you would find A Letter for 
Amy and Peter’s Chair and Whistle for Willie all grouped together under (Keats).  
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Updating the digital database  
In addition to physically relabeling and reorganizing the books, the database needed to be 
updated.  At the outset of this project, the database consisted of a 40-plus page Excel program 
that was in four columns: title, author, tape color and first two letters of title.  For every change I 
made to a book or a category, a change was required in the database.  Appendix C shows an 
example of the database when it was sorted by author.  The Eric Carle books are highlighted to 
make evident the disorganization of the cataloging. 
Creating thematic groupings for concept books   
With all of the picture books reorganized and relabeled, it was now time to work on the 
concept books.  Concept books, as defined by our teachers, are usually non-fiction books that 
cover a wide range of subjects such as animals, colors, dinosaurs, insects, people/occupation and 
transportation.  Here, the haphazard arrangement of books was completely overwhelming.  
Consistent with the picture book alphabetizing method, the first two letters of the title 
determined the location of every concept book.  A small sample of some books, for example, that 
begins with “B” reveals the following books sitting near each other on the shelf: Birds in the Sky, 
Black and White Rabbit’s ABC, Blast Off, Blizzards, Boats, and Bugs are Insects.  If a teacher 
wanted to find books about transportation, he or she would have to flip through hundreds of 
unfamiliar books to find such titles as Cars, Diggers and Dumpers, Fire Truck, Logging 
Machines in the Forest, Trucks Night and Day, and What’s Inside? Cars.  No wonder the 
concept books were gathering dust.  What teacher had the time to wade through all those books?  
I decided to group the books together by subject (See Appendix D). All the above-mentioned 
books about transportation, plus other related transportation books would now be grouped 
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together under the heading of “transportation”.  Now, a teacher would only have to go to the 
section of interest to find books in the collection on the subject of focus (See Appendix E).  In 
the digital database, I replaced the first two letters of the alphabet for the concept word (See 
Appendix F).  An unexpected consequence of grouping the concept books by subject is it 
revealed some areas that need more books.  For example, our library only has about five books 
on the concept of “opposites”. 
Additional Refinements of the Library System 
 The improvements I made to the library were helpful and the usage of the library 
increased.  I noticed teachers were spending less time looking for the book they had in mind and 
more of the concept books were being used.  However, the teachers still seemed to be frustrated 
and it was challenging to pinpoint what portion of the library needed some further work.  I have 
often asked teachers what they are looking for and some of the answers I received are books 
about relationships (grandparents), or challenging subjects (anger) or classic books the teachers 
remember enjoying when they were children. 
 As a result, I added some categories to the database including Popular Illustrators, 
Caldecott Gold and Honor, Culture, Relationships, Special Subjects, Classics and Bi-lingual.  
Usually, an illustrator only illustrates the books he or she writes, but on occasion, and illustrator 
will provide the illustrations for a book written by another author.  The database only sorted by 
the author’s last name, so it became apparent a new category of popular illustrator should be 
included.  Special subjects are a large encompassing category that included subjects such as 
divorce, emotions, physical limitations, making friends, monsters and pirates.  I arbitrarily chose 
books that were copyrighted more than twenty-five years ago to be placed in the Classics section.  
Some of the well-known titles in this category are Alexander and the Wind-up Mouse by Leo 
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Lionni (1969), Blueberries for Sal by Robert McCloskey (1948), Goodnight, Moon by Margaret 
Wise Brown (1947), Mike Mulligan and his Steam Shovel by Virginia Lee Burton (1939), and 
The Snowy Day by Ezra Jack Keats (1962).  Books that are written in both Spanish and English 
comprise the majority of the category of bilingual books.  However, the Children’s Center 
represents a variety of cultural backgrounds and we have books that are also written in such 
diverse languages as German and Japanese. 
Teacher Surveys 
 I handed out sixteen surveys to the teaching and administrative staff of the Children’s 
Center.  The following questions were included on the survey: 
1. Please list your favorite children’s books. 
1a. Of the books listed, please tell me a few reasons why they are your favorites. 
2. What draws you to a children’s book?  What qualities and features are important? 
3. What books are we missing from the library?  These could be concept books (non-
fiction), classics, or books that are newer to the market. 
4. Can you think of any books that just need to be purged?  (“Spot” books? Clifford”?  
Other titles?) 
I gave the teachers and administrative staff one week to complete and return the survey. 
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CHAPTER 4 
 
 
 
RESULTS 
 
 
 
Teacher surveys 
 The teacher surveys were due on Friday, May 6, 2011.  By the due date, I had only 
received two surveys.  I extended the deadline and sent out an email asking for help with my 
Senior Project and I received two more surveys.  This was frustrating, as it makes the task of 
creating a more functional library more challenging without the feedback from the teachers who 
utilize it on a daily basis.  I made one more appeal and I received three last surveys, for a total of 
seven surveys.  I had handed out sixteen surveys, so my return rate was less than 50%. 
Highlights of the teacher surveys 
 Although my sample size was small, the results helped me to see the overall picture of 
how the teachers viewed the library.  Some of the teachers called out specific books that were 
favorites, such as King Bidgood’s in the Bathtub by Don and Audrey Wood, Brown Bear, Brown 
Bear, What do you See? by Bill Martin, Jr., and Knuffle Bunny by Mo Willems. However, the 
majority of the teachers surveyed said they liked books from the same author, for example Eric 
Carle, Patricia Pollaco, Robert Munsch and Don & Audrey Wood.  This supported my idea to 
group all the books by a particular author together. 
 All of the teachers stated that the illustrations were usually what drew them to any book.  
It is interesting to recall the study conducted by House and Rule (2005) that revealed 
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preschoolers were drawn to illustrations that were aesthetically pleasing.  The teachers also cited 
the content of the book as a draw with a “good story” or “eloquent writing” as attractive features 
of content. 
 Surprisingly, I received the most feedback from the question about what books are 
missing from the library. Every teacher had a valid request. One teacher observed that while we 
have an abundance of board books, we usually only have one or two copies of loved board books 
and consequently they end up in a classroom for long periods, making them unavailable to the 
rest of the teachers. Her suggestion was to buy multiples of favorite board books.  Another 
teacher asked for more “big books” that correlate to the typical scale books we already have.  
Two teachers pointed out that they end up going to the Kennedy Library on campus to do 
research on topics such as living things, because they are unable to find enough books in our 
library.  Another request that showed up several times was more books by favorite authors.  For 
example, we only have about six books written by Patricia Pollaco, an author/illustrator who has 
written over fifty books on a wide range of topics from historical events to diversity.  Christina 
Warren, a veteran teacher wrote, “Based on personal observation and ECERS-R, the library 
needs a better representation of culture, diversity and differently-abled people in our collection.”  
The Early Childhood Environment Rating Scale-Revised (ECERS-R; Harms, Clifford, & Cryer, 
1998) is an evaluation tool preschool programs have used for over twenty years to assess the 
quality of the preschool environment.  “The scale assesses seven subsections: (a) Space and 
Furnishings, (b) Personal Care Routine, (c) Language-Reasoning, (d) Activities, (e) Interaction, 
(f) Program Structure, and (g) Parents and Staff.  There are 43 items (470 indicators) rated using 
a seven-point scale format, with descriptors for 1(Inadequate), 3 (Minimal), 5 (Good), and 7 
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(Excellent)” (Cunningham, 2010, pg. 502; Harms, Clifford, & Cryer, 1998).  An example of the 
subsection for Language-Reasoning is found in Appendix H. 
 Finally, all of the teachers agreed about the need to purge some of the rarely utilized 
books from the library, especially if there are five or six copies.  These books take up room that 
could be used for new books. 
Revitalized Digital Database 
 I completed the Microsoft Excel spreadsheet and it is ready to be implemented.  The final 
categories are found in Appendix I.  The database is available for access two ways.  First, it is 
available electronically on the Children’s Center main computer.  All teachers have access to this 
hard drive.  It is also available in hard copy form in a binder located in the library.  Both forms of 
the database already have the information sorted in several helpful ways.  Each sort receives its 
own section.  For example, if the database is sorted by Column I (Relationships), then there will 
be a file labeled “Relationships”.  Upon opening the file, the teachers will find the database 
already sorted by this field.  The same holds true when a teacher opens the binder.  Flipping to 
the tabbed section, “Relationships” reveals printed pages of all the books in the library sorted 
using this field. 
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CHAPTER 5 
 
 
 
DISCUSSION 
 
 
 
 I consider the activities of this senior project to be part of an ongoing process to improve 
the use of the library resources at The Orfalea and ASI Children’s Center.  In future work, I 
recommend continued evaluation of teachers’ use of the library, additional improvements to the 
library itself, and staff training. 
Evaluation of Use  
 The new categories for finding books on a particular subject and the updated digital 
database are too new to determine whether they will be helpful tools for teachers searching for 
book titles they have in mind.  In future evaluations of the library, one might investigate whether 
teachers continue to flip through all the books to find one that looks interesting, or use the 
database to search for specific books using specific criteria.  As a teacher who uses the library, I 
tried to think of ways to manipulate the database to make searching for a particular book by a 
certain author or subject less cumbersome.  I think I have provided more parameters for locating 
book titles with the added categories such as relationships, special subjects and classics.  I am not 
sure I thought of all the ways the book titles could potentially be sorted.  As the teachers begin to 
utilize the database on a regular basis, a follow-up survey should be administered after a period 
using the new library categorization.  Some appropriate questions could include, for example: 
1. Do you find the digital database to be more helpful?   
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2. Are you able to locate the book title you are looking for with more ease? 
3. What category would you like to see added to the database (for example, rhyming 
books)? 
Staff Training 
 I anticipate there will be some resistance to utilizing the database, based on prior 
experiences with the primitive database that was available for many years.  Therefore, a next step 
in this project would be to provide teacher training.  The training opportunities are two-fold.  
First, the student staff needs to be trained on how to re-shelve the books when the books are no 
longer needed in the classroom.  This is traditionally a student job, and therefore the students 
need to be trained on how to properly put the books away.  I have tried to make it as simple as 
possible by clearly labeling the shelves and posting guidelines on the actual bookcases about 
what books are located in each section and how to file them.  For example, in the light blue 
“food” section, the books are alphabetized by the first two letters of the title.  I have labeled the 
shelf “light blue” and “Food” and “please file by first two letters of the title”.  Although, I make 
it as plain as I can imagine how to, I still find books that are not put away properly. 
 The second part of the training is the teacher training.  Patty Greig, the Associate Director 
of the Children’s Center, would like me to present an in-service training to all of the teachers as 
to how to use the new database and explain the new categories of the filing system. 
Continued Improvements 
 Another future effort in this project should be to enhance the ease of use of the color-
coding method by changing the board book tape color.  Currently, all the board books are labeled 
with yellow tape, as are the concept books.  Although it seems obvious that they are two 
different kinds of books, many times the board books are re-shelved with the concept books 
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since they share the same tape color.  Ideally, the board books would be relabeled with light 
green tape to distinguish them from the concept books. 
 The teachers have made many valid requests for new books that would further enhance 
the library and I recommend purchasing as many of the desired books as the budget will allow.   
 Finally, the books need to be reexamined to determine if they should remain in the library 
inventory.  Multiple copies of rarely used books should be donated to other programs.  The same 
goes for books that are never used.  This will require time and thoughtful consideration by all of 
the teachers, but by doing so, it will free up space that could be used for the new books they have 
indicated would enhance the library. 
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CHAPTER 6 
 
 
 
CONCLUSION 
 
 
 
School-based book reading is not the only context for emergent literacy development and 
The Family Strengths Model (Carter, Chard, & Pool, 2009) is another tool that can be used to 
create early language and literacy opportunities.  Many naturally occurring learning moments 
occur in the day-to-day experiences of the child within his or her family.  Identifying the unique 
family traits, habits, customs and resources each family possesses is the first step of the Family 
Strengths Model.  Embedding literacy opportunities within this context is the next step.  The 
Family Strengths Model does not ask the family to do new activities, but instead it suggests 
making minor modifications to the already established routines.  For example, imagine a trip to 
the grocery store with a 3-year-old.  Chances are a parent might cringe at the thought, as a 3-
year-old’s behavior is unpredictable and grocery stores can be an overwhelming experience that 
results in tears.  This situation can be changed to a pleasant learning experience with some 
planning.  Before going to the store, the parent would invite the child to make a shopping list of 
the products needed at the store.  The child may draw pictures, or print a few letters or even 
scribble.  The point is the list is meaningful to the child.  On the way to the store, the parent talks 
to the child about things they see on the route to the store.  Once they are at the store, the child 
can use her list to find the items on it.  As each item is found, the parent can show the child the 
name of the item and the child can cross it off her list.  Another idea is for the parent to make the 
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list and give it to the child.  The child can compare the word on the item to the words on the 
shopping list and cross off the matching word.  As families continue to recognize their own 
unique strengths, they are more likely to identify learning opportunities.  These opportunities 
become more meaningful when they are “relevant to the life and the social context of the child 
and the family (Carter, Chard, & Pool, 2009, p. 524). 
Whitehurst and Lonigan (1998) summarized their research by saying, “From an emergent 
literacy perspective, children learn much about reading and writing prior to formal schooling” 
(Whitehurst & Lonigan, 1998, p. 854).  
It is our duty as teachers and parents to provide the children in our care the most 
meaningful interactions with literature we can create.  Such experiences must be relevant to the 
child, both in terms of being developmentally appropriate and in cultural context.  Beginning in 
infancy, we can buy the best board books, ones that are written especially for infants, not 
watered down versions of picture books for older children.  An example of this is Bill Martin, Jr. 
and John Archambault’s Chicka Chicka Boom Boom.  This classic book of alphabet letters that 
sneak out at night to climb a coconut tree and then they are subsequently rescued by their parents 
has been reissued in board book form as Chicka Chicka ABC.  However, in this abbreviated 
version, the book simply ends after the letters fall out of the coconut tree and their parents never 
rescue them.  A perceptive toddler familiar with the original book might ask, “Chicka chicka 
boom boom?” at the end of the truncated board book, since those favorite words never appear 
(Horning, 1997).  Armed with higher quality board books such as Red, Blue, Yellow Shoe by 
Tana Hoban, or Touch and Feel Baby Animals by DK Publishing or Global Babies/Bebes del 
Mundo by The Global Fund for Children,  we can read to infants to increase their vocabulary and 
help them to become familiar with books.  As infants become toddlers, we can expand their 
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horizons by reading longer board books such as The Napping House by Audrey Wood or A 
Color of His Own by Leo Lionni or Gossie and Gertie by Olivier Dunrea and introduce them to 
environmental print.  Preschoolers can benefit from many different strategies for enhancing 
emergent literacy that have been described, such as the Zone of Proximal Development, high and 
low scaffolding strategies, Dialogic Reading and the Family Strengths Model.  By laying the 
foundation early, we can be an integral part of the NAEYC’s commitment to helping all children 
become literate (NAEYC, 1998).  Providing teachers with ease of access to a wide variety of 
books is a seemingly obvious component to success in this endeavor, but one that many schools 
do not explicitly address.  I am pleased to have had the opportunity to present a comprehensive 
library inventory to The Orfalea and ASI Children’s Center. 
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APPENDIX A 
 
 
Example of the board book section that utilized the yellow tape color and the letter, “B”. 
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APPENDIX B 
 
 
Example of books alphabetized by author (Carle) 
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APPENDIX C 
 
 
Example of books sorted by author at the outset if the project 
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APPENDIX D 
 
 
Example of concept book categories 
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APPENDIX E 
 
 
Example of concept books filed by subject (Insects) 
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APPENDIX F 
 
 
Example of the database sorted by category (People) 
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APPENDIX G 
 
 
Example of the database sorted by Caldecott Medal winners by year 
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APPENDIX H 
 
 
 
Example of ECERS-R score sheet for Language-Reasoning 
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APPENDIX I 
 
 
Example of the database sorted by the added search parameters 
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